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Introduction
English teachers sometimes struggle with students demotivated to learn English. How 
can we motivate such students? According to Marzano & Kendall (2007), motivation 
toward learning is determined by three factors: “(1) perceptions of its importance, (2) 
perceptions of efficacy relative to learning or increasing competency in the knowledge 
component, and (3) one’s emotional response to the knowledge component” (pp. 58-59). 
Japanese students often remark that “earning course credit is important” and “English 
qualiﬁcations are necessary for employment,” but their actions tend not to reﬂect that. The 
survey conducted on approximately 90,000 third-year public high school students in ﬁscal 
2015 reported that more than half of them did not like English (The Japanese Ministry 
of Education, Culture, Sports, Science and Technology (MEXT), 2016). It was, therefore, 
expected that demotivated students could change their behavior when they felt more 
capable in English class.
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The purpose of this study was to clarify how classes structured from the perspectives 
of self-eﬃcacy and cognitive processes for second language acquisition change students’ 
self-efficacy toward learning English and to observe the factors influencing changes 
through semi-structured interviews.
Review of Literature
Self-Efficacy
Bandura (1997) defines self-efficacy as “beliefs in one’s capability to organize and 
execute the courses of action required to manage prospective situations” (p. 3) and gave 
four sources of efficacy beliefs: enactive mastery experiences, vicarious experiences, 
verbal persuasion and physiological and aﬀective states (p. 79). He also discovered that 
efficacy judgments are good predictors of degree of behavioral change (1977, p. 211) 
and emphasized the importance of enactive mastery experiences that provide the most 
authentic evidence (1997, p. 80).
Research on self-eﬃcacy has diverse branches. The scope of Bandura's (1997) research 
covers all aspects of human life. According to Pajares (1997), self-efficacy beliefs have 
also received increasing attention in educational research, primarily in three ﬁelds: the 
link between efficacy beliefs and college major and career choices, the efficacy beliefs 
of teachers, and the correlation of students' self-efficacy beliefs with other motivation 
constructs and with students' academic performance and achievement.
Zimmerman (1995) defines academic self-efficacy as “personal judgments of one’s 
capabilities to organize and execute courses of action to attain designated types of 
educational performances” (p. 203). Research on academic self-eﬃcacy is grouped into two 
types. One type uses a single measurement of self-eﬃcacy to examine the relationship 
with motivation, learning strategies, and the like (Pintrich & De Groot, 1990 ; Mori, 
2004; Sakai et al., 2010; Mizumoto, 2011). The other type examines the changes in self-
eﬃcacy and persistence, motivation, academic performance, etc. before and after certain 
pedagogical procedures (Bandura & Schunk, 1981; Schunk, 1983 , 1984a, 1984b). Lastly, 
Nakayama & Matsunuma (2013), Makino (2013a, 2013b, 2016) report that university 
students’ self-eﬃcacy for learning English can be enhanced by educational intervention.
A Model of Motivated Classroom Learning of Cognitive Skills
Schunk (1985) presents a model, derived from the results of prior research, of the role 
of self-eﬃcacy in classroom learning by students with various aptitudes and experiences 
(p. 210). In the model, Schunk shows factors that enhance students’ self-efficacy in 
class (see Table 1). They provide a wealth of compelling ideas when considering actual 
implementation in the classroom. 
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Second Language Acquisition
Pajares (1997) states altering students’ beliefs of their self-worth or competence is 
accomplished through programs “that emphasize enhancing self-beliefs through verbal 
persuasion methods” and “social cognitive theorists shift that emphasis and focus on a 
joint eﬀort to raise competence and conﬁdence primarily through successful experience 
interventions should be designed accordingly. In addition, Hiromori (2015) presented a 
straightforward model of the cognitive processes of second language acquisition (p. 24) 
(see Figure 1). The parts within the dotted lines are the cognitive processes of second 
language acquisition.
Table 1  
Factors that Develop Self-Eﬃcacy
 
 
Sources of 
Self-Efficacy Factors Notes 
 
Cognitive processing 
 
Educational practices 
 
Performance outcomes 
 
Amount of effort 
 
Perceived difficulty of a task 
 
Situational circumstances 
 
Outcome patterns 
 
Strategy training 
 
Goal setting 
The cognitive processing that students employ during a 
learning activity should influence their self-efficacy. 
Educational practices should clearly convey that students 
are acquiring skills and knowledge. 
Successes raise self-efficacy. An occasional failure after 
many successes may not have great impact. 
Success of a task perceived as intermediate in difficulty 
and achieved with minimal effort should raise self-efficacy. 
Success at a more difficult task conveys more information 
about one’s level of skill and knowledge. 
Students who master tasks with little or no aid may 
develop higher self-efficacy. 
Perception of progress can promote students’ self-efficacy 
for further improvement. 
Explicit training in the use of strategies fosters their 
acquisition and utilization and helps to develop self-efficacy. 
Proximal goals are hypothesized to result in greater 
motivation than more distant goals. 
 
Social comparison 
 
Perceived similarity to models 
 
Combining explanations with 
cognitive modeling 
 
Peer models 
 
Cooperative reward structures 
Comparative information indicating average achievement 
enhances motivation, but does not foster high self-efficacy. 
   Seeing similar others improving their skills can convey a 
vicarious sense of self-efficacy. 
   Explanations with cognitive modeling can promote skill 
development better than explanations alone. Modeling also is 
a vicarious source of efficacy information. 
   Peer models and modeling coping procedures may exert 
more beneficial effect on students’ self-efficacy. 
   Successful cooperative groups reduce social comparisons 
and do not negatively affect motivation or self-evaluations of 
low group performers. 
 
Persuasion 
 
 
Performance feedback 
 
Attributional feedback 
 
Rewards 
   Students may experience a heightened sense of learning 
efficacy if they are persuaded that they are capable by a 
trustworthy source (e.g. the teacher). 
   Feedback that students are making progress can sustain 
motivation and enhance learning self-efficacy. 
   Effort attributional feedback is a persuasive source of 
efficacy information. 
Rewards are likely to enhance self-efficacy when they are 
tied to students’ actual accomplishments. 
Schunk. (1985) Self-efficacy and classroom learning. pp. 211－219 
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Noticing begins by directing one’s attention to information (e.g., words, grammar, 
sounds) received through the eyes and ears. Frequency, affect, prior knowledge, and 
attention are some of the factors that engage the ﬁlters for what is noticed (Gass, 2013, 
pp. 500-501). Comprehension includes two levels of understanding: comprehending the 
meaning of information and grasping the connections between form, meaning, and function 
(Hiromori, 2015, p.24). Learners have already formed a hypothesis of “form, meaning, and 
function” during the comprehension process. Those hypotheses are tested and, if incorrect, 
rejected or modiﬁed during the intake process. If correct, they are conﬁrmed (Muranoi, 
2006, pp. 14-15; Hiromori, 2015, pp.25-26). Furthermore, it has been frequently pointed out 
that reading aloud is an activity for bridging comprehension and production (Muranoi, 
2006, p. 39). After intake, integration takes place. It is necessary to provide students with 
opportunities to analyze repeatedly from storage to the grammar. With regard to output, 
two points are emphasized: the role of comprehensible output hypothesis testing and the 
possibility for a feedback, and output focused on syntactic analysis more than semantic 
analysis (Gass, 2013, p. 507).
Methods in the Study
Mixed Research Design
Participants. Participants were 54 Japanese university students in their ﬁrst year studying 
Figure 1  Cognitive prosesses of second language acquisition. 
(Hiromori, 2015, p.24, translated by the author)
 
 
 
 
 
 
 
 
  
Input 
Noticing 
Comprehension 
Intake 
Integration 
Output 
・Information stored in short-term memory 
・Two levels of comprehension: 
information meaning or information structure 
(formal/functional) 
・Hypothesis formulation 
・Hypotheses testing 
・Information stored in long-term memory 
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in Reading English classes during the ﬁrst and the second semesters of 2016. Students 
also had another English Grammar class once a week taught by a diﬀerent teacher. There 
were 8 female students and 46 male students. 36 of them were majoring in business 
administration and 18 were majoring in economics.
Questionnaire. Scales for measuring awareness of diﬃculties learning English were 
adapted from previous research. Referencing 11 items from the 15th major category 
of the student survey of Chugakko eigo-ni kansuru kihon chosa kenkyukai (2009), a 
questionnaire was created with 16 items (rated on a 5-point Likert scale) in order to 
examine students’ awareness of their diﬃculties learning English. 
For measuring self-eﬃcacy related to learning English, Makino’s (2013a, 2013b, 2016) 
scale was used. It consists of 8 items rated on a 5-point Likert scale (see Appendix A). In 
this study, students were asked to answer the questionnaires three times: in April, July 
and December. On the last questionnaire, 9 items were added addressing the sources of 
self-eﬃcacy and 10 items addressing the relationship between self-eﬃcacy and activities 
carried out in class (see Appendix B).
Interview to students. From the questionnaires’ results, seven students were chosen: 
four judged to have made signiﬁcant progress in self-eﬃcacy, two who maintained a low 
level of self-eﬃcacy, and one who made only small gains but wrote compelling thoughts in 
the free-answer section. 
Interviews were carried out in December. Changes in Items 29-36 over the three 
questionnaires were charted and feelings about these changes were discussed during the 
interviews. Additionally, students were asked to talk about the sources of self-eﬃcacy, and 
class activities addressed on the third questionnaire. Those interviews were analyzed and 
classiﬁed according to the sources of self-eﬃcacy.
Instruction procedure to develop self-efficacy. Curriculum. The curriculum was 
designed toward the end-of-year objective. Bandura (1997) states the following with 
regard to competencies: “Most competencies must be developed over a long period. For 
complex ones, diﬀerent subskills must be acquired, integrated, and hierarchically organized 
under continually changing conditions that can enhance or mar particular performances” 
(p. 86). This is especially applicable to English learning. In light of Bandura's ideas 
presented above, as well as Schunk’s (1985) model, the approach was designed to break 
the process down into small sections leading up to the final objective, and to build in 
ample success experiences in groups early on.
The end-of-year objective. It was to have students to retell the story of one unit and 
to give their opinion about it using the illustrations and keywords of their own selection.
As teaching materials, Units 1-12 of Easy true stories: A picture-based beginning 
reader (2nd ed.) (Heyer, S., 2013) was used. A single unit has four pages. Page one is 
a pre-reading page. It has nine illustrations covering the content of the story. Page two 
includes reading. It has a photograph and text (in English). Pages three and four are for 
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post-reading exercises. These exercises cover vocabulary, comprehension, discussion, and 
writing. The 12 units of the textbook were divided into four sections. Assignments were 
given in three-unit batches of increasing diﬃculty. A year-long syllabus (see Figure 2) 
was made so that, working toward the ultimate objective, the number of students tackling 
the ﬁnal assignment gradually decreased as the individual workload increased.
Students were tasked with choosing one unit to summarize out loud after they 
completed each three-unit batch. These summaries involved students speaking while using 
the nine illustrations on the ﬁrst page of the unit as cues. Notes were allowed, though 
limited to three words per illustration. In the second semester, students were also required 
to add their personal opinions to the summaries.
Although Schunk (1985) excluded “choice of activities (p. 211),” the author regard it 
as an important factor, given that “exercise of control that secures desired outcomes and 
wards oﬀ undesired ones has immense functional value and provides a strong source of 
incentive motivation” (Bandura, 1997, p. 2). Students were allowed to discuss and select 
units that oﬀered the best prospects for a good performance.
A reading aloud task was given at the end of every class. The rationale here was that 
proximal goals motivate students and inﬂuence their persistence (Schunk, 1984a, 1985). 
Additionally, assessments and a passing mark from the teacher were opportunities for 
giving students performance feedback or attributional feedback.
Nearly the same format was used for the four tests. Having a test after every three 
units lessened the burden on students, while linking the content with classroom tasks 
gave students visible evidence of the results of their work. Similar to the assignment to 
Figure 2  Approach to the year-long syllabus.
 
 
Period Content Last Task Period Content Last Task 
1 Introduction Pair 16 
 
21 
Unit 7 
Unit 8 
Unit 9 
Pair 
2 
 
7 
Unit 1 
Unit 2 
Unit 3 
Group of 4 
22 Story Retelling 3 
8 Story Retelling 1 Test 3  
Test 1  23 
 
28 
Unit 10 
Unit 11 
Unit 12 
Pair 9 
 
14 
Unit 4 
Unit 5 
Unit 6 Group of 3 29 
30 
Story Retelling 4 Alone 
15 Story Retelling 2 
 Test 2（Term-end exam）   Test 4（Term-end exam）  
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summarize unit plots, keeping a consistent test format helped students plan ahead.
Classes. Each student’s quantity and quality of English knowledge differs after six 
years of junior and senior high school classes. According to Gass (2013), “Learning involves 
integration of new knowledge with prior knowledge. Importantly, one needs some sort 
of anchor on which to ground new knowledge (p. 500)”. “Anchors” were created in class 
through reading texts silently and out loud, in addition to story retelling/summarizing. 
This approach strove to customize the learning to each student's level.
In class, three 90-minute lessons were set as a single unit. Considerations were taken 
so that students would repeatedly come into contact with similar English sentences and 
follow the process of input, intake, and output.
The lessons were designed so that students would accumulate experiences of “being 
able to do tasks”; these experiences were linked to success in the ﬁnal task (see Figure 3).
The handouts for reading aloud (1), (2) and listening were given to the students (see 
Appendix C).
Figure 3  Lesson plans for the unit and the cognitive process of second language acquisition.
 
INSTRUCTIVE PROCEDURE                        LEARNING PROCESS 
 Extensive Reading 
Check of exercises in Unit 10 
Guess What 
Guessing the story of the new unit 
Oral introduction 
Putting the captions in order 
Reading aloud (1) (in pairs) 
 Extensive Reading 
Guess What 
Review of the previous lesson 
Listening (the whole text) 
Vocabulary 
Reading aloud (2) (in pairs) 
 Extensive Reading 
Check of exercises in Unit 11 
Guess What 
Guess the story of the new unit 
Oral introduction 
Putting the captions in order 
Reading aloud (1) (in pairs) 
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Results
Difficulties Learning English
The result of the questionnaire survey shows that 46 students (85.2%) responded to Item 
1 “Are you good at English or not?” by saying that they were “very poor” or “poor” at the 
time of matriculation.
Self-Efficacy
Self-efficacy in learning English in April was M=1.90, SD= 0.68 , α=.91. The αvalue 
exceeds .90, and therefore, the eﬃcacy strength scores were summed and divided by the 
total number of items to indicate the strength of perceived self-eﬃcacy for the activity 
domain. The M and SD of the scores for strength of beliefs about eﬃcacy for each item 
and the numbers of the students who chose 1 (not at all true of me) and 2 (not true of 
me) are shown in Table 2.
Self-eﬃcacy in learning English had the following values for the three diﬀerent points 
in time: in April M=1.90, SD= 0.68 , α=.91; in July M= 2.09, SD= 0.73 , α=.93; and in 
December M= 2.46, SD= 0.72, α=.91. Upon performing the Kolmogorov-Smirnov test on 
the strength of perceived self-eﬃcacy for the activity domain, the values for the three 
points in time were as follows: p= .11 for April, p= .20 for July and p=.17 for December. 
As all values were p>.05, a normal distribution was acknowledged. A one-way repeated-
measures analysis of variance (ANOVA) was performed to check whether there was a 
diﬀerence in self-eﬃcacy between the three times it was administered. The result yielded 
Table 2  
Strength and Frequency of Beliefs about Eﬃcacy in April
 
1              2 
Items                              M         SD      not at all       not true 
                                                       true of me       of me 
29 I think I am good at English. 1.56 0.88 34 (63.0%) 13 (15.2%) 
30 I’m certain I can understand the ideas taught in this course. 2.28 0.94 12 (22.2%) 21 (38.9%) 
31 I think I will receive a good grade in this class. 1.93 0.82 19 (35.2%) 21 (38.9%) 
32 I am sure I can do a good job on the tasks assigned for this class. 2.17 0.91 14 (25.9%) 21 (38.9%) 
33 I expect to do very well in this class. 1.43 0.66 36 (66.7%) 13 (15.2%) 
34 I think I know a great deal about English. 1.57 0.69 29 (53.7%) 19 (35.2%) 
35 I know that I will be able to learn the material for this class.  2.30 1.06 16 (29.6%) 14 (25.9%) 
36 My study skills in English are good.  1.91 0.90 20 (37.0%) 22 (40.7%) 
N = 54. 
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the following statistical values F(2, 159)= 21.08, p< .001, partial η2=.29, and this showed a 
signiﬁcant diﬀerence with an eﬀect size of 29%.
A multiple comparison was performed using a dependent t-test to investigate the 
differences between April/July, July/December, and April/December. The difference 
between April and July was t(53)=－2 . 554 , p = .014 , r = . 33 ; that between July and 
December was t(53)=－4.144, p< .001, r = .49; and that between April and December was 
t(53)=－5.768, p< .001, r = .62 (see Table 3).
Then, the author checked to examine whether there was a diﬀerence among the three 
questionnaire surveys focusing on Items 29-36 which measure the strength of beliefs about 
efficacy and that were components of self-efficacy. Upon performing the Kolmogorov-
Smirnov test on the 8 items, it was conﬁrmed that there was no normal distribution for all 
the items in April, July, and December. Therefore, Friedman’s test was conducted on each 
item. The results conﬁrmed a signiﬁcant diﬀerence at a 1% signiﬁcance level for Items 29-
34 and at a 5% signiﬁcant level for Items 35 and 36.
A Wilcoxon signed-rank test was then performed to investigate the differences 
between April/July, July/December, and April/December. At the same time, Bonferroni’s 
correction was applied and the Z and r values for the items indicating a significant 
diﬀerence of p < .017 between the two points in time are shown in Table 4. A diﬀerence 
was observed for Item 36 using Friedman’s test; however, it was not found when using the 
Wilcoxon signed-rank test (see Table 4).
Among April/July, July/December, and April/December, a signiﬁcant diﬀerence was 
observed for Items 31 and 34, 29-34, and 29-35, respectively. The effect size seems to 
have been medium, and it was apparent that the eﬀect size increases as time passes. No 
signiﬁcant change was observed for Item 36.
Table 3 
T-test and Eﬀect Size
 
                               April/July                  July/December                April/December 
                               t              r             t              r              t               r 
 Self-Efficacy -2.554* .33 -4.144** .49 -5.768** .62 
 N = 54. *p < .017. **p < .0033. With Bonferroni’s correction for multiple comparisons. 
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Table 4
The Strength of Beliefs about Eﬃcacy （Freidman’s Test and Wilcoxon Signed-Rank Test）
 
                   χ2(2)     p April-July July-December April-December 
Z r Z r Z r 
29 I think I am good at English. 21.66 <.001   2.80* 0.27 3.47** 0.33 
30 I’m certain I can understand the ideas taught in this course. 17.08 <.001   2.75* 0.26 4.04** 0.30 
31 I think I will receive a good grade in this class. 24.87 <.001 2.56* 0.25 3.16** 0.30 4.52** 0.43 
32 I am sure I can do a good job on the tasks assigned for this class. 17.16 <.001   2.87* 0.28 3.41** 0.33 
33 I expect to do very well in this class. 18.98 <.001   2.86* 0.27 3.66* 0.35 
34 I think I know a great deal about English. 23.34 <.001 2.50* 0.24 2.97** 0.29 4.24** 0.41 
35 I know that I will be able to learn the material for this class.  8.77 .012     2.46* 0.24 
36 My study skills in English are good.  8.60 .014       
N = 54. *p < .017. **p < .0033. With Bonferroni’s correction for multiple comparisons. Insignificant results have been omitted. 
Table 5 
Sources of Self-Eﬃcacy in Learning English
 
                            Items                                        Min    Max      M        SD  
42 I perceive myself efficacious for studying English when I communicate with someone in English. 1 5 3.00 1.06  
43 I perceive myself efficacious for studying English when I can do a good job on the tasks in English class. 1 5 2.96 1.01  
44 I think I can study English when I know of people who overcame difficulty studying English. 1 5 2.98 1.00  
45 I think I can study English when my close people can use English. 1 4 2.59 .92 
46 I think I can study English when I see my classmates can do a good job on the tasks in English class. 1 5 2.54 .99 
47 I perceive myself efficacious for studying English when teachers praise me for my English. 1 5 2.96 .95 
48 I perceive myself efficacious for studying English when my close people praise me for my English. 1 5 2.83 1.11  
49 I perceive myself efficacious for studying English when I’m in a good mood and I feel well. 1 4 2.44 .97 
50 I perceive myself efficacious for studying English when I feel good in English class. 1 5 3.00 .99  
N = 54. 
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Sources of Self-Efficacy
Items 42-50 of the questionnaire administered in December asked about sources of self-
eﬃcacy for learning English. The questionnaire produced the following results: M= 2.81, 
SD= 0.78, α=.92. The minimum and maximum values, average, and SD for each item are 
shown in Table 5.
Next, the Spearman’s correlation coefficients for the sources of self-efficacy and 
the self-efficacy in learning English from December were investigated because it was 
conﬁrmed that there was no normal distribution for Items 42-50 (see Table 6). As for the 
correlations with sources of self-eﬃcacy in learning English and perceived self-eﬃcacy, all 
had an eﬀect size of medium or greater, and it became apparent that accomplishing tasks 
and having someone close who can use English had a particularly strong relation.
Activities and Self-Efficacy
Items 51-60 of the questionnaire administered in December asked about the perceived 
eﬀects of the class activities. The questionnaire produced the following results: M=3.01, 
SD= 0.88, α=.96. The means and standard deviations for each item are shown in Table 7.
Next, the Spearman’s correlation coefficients for the perceived effects of the class 
activities and the self-efficacy in learning English from December were investigated 
because it was conﬁrmed that there was no normal distribution for Items 51-60 (see Table 
8). As for the correlations with the perceived eﬀects of the class activities and perceived 
self-efficacy, all had an effect size of medium or greater, and it became apparent that 
reading aloud tasks (Items 54, 55, and 56) and tests (Items 59 and 60) had a particularly 
strong relation.
Interview to Students
Changes in the self-eﬃcacy of 54 students in the time from April to December are shown 
in the scatter plot in Figure 4. The diagonal line rising to the right shows that self-eﬃcacy 
from both April and December are the same score. The values above the line mean an 
Table 6
Spearman’s Correlation Coeﬃcients of Sources of Eﬃcacy Information Correlated with  
Self-Eﬃcacy in December
 
   Items        42        43         44        45         46         47        48         49        50 
rs .430** .508** .416** .500** .382** .303* .433** .352** .374** 
N = 54. *p < .05. **p < .01. df = 52. 
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increase in a student’s self-efficacy, and the ones below the line mean a decrease in a 
student’s self-eﬃcacy. Seven students (S1-7) were chosen and they are shown in Figure 4.
Interviewees. Seven students were interviewed because four of them made signiﬁcant 
progress in self-efficacy between April and December, and two of them maintained a 
low level of self-eﬃcacy, and one made only small gains. Students’ gender, grade, major, 
experiences and changes in self-eﬃcacy are summarized in Table 9.
Sources of self-efficacy. The students’ remarks are classified according to the four 
sources of self-eﬃcacy. They are shown in Table 10.
Table 7
Results of Self-Eﬃcacy from Activities
 
                        Items                                             Min   Max      M        SD  
51 I perceive myself efficacious for studying English when I can read books I choose in extensive reading. 1 5 2.91 1.05  
52 I perceive myself efficacious for studying English when I communicate with someone in Guess What. 1 5 2.96 0.91 
53 I perceive myself efficacious for studying English when I can put the English sentences in order of the pictures. 1 5 2.93 0.95 
54 I perceive myself efficacious for studying English when I can read aloud the sentences, filling the blanks in them with verbs, prepositions and conjunctions. 1 5 2.94 1.02  
55 I perceive myself efficacious for studying English when I can read aloud the sentences, filling the blanks in them with subjects and objects. 1 5 3.02 1.09  
56 I perceive myself efficacious for studying English when I can retell the story, seeing the pictures. 1 5 2.96 1.05  
57 I perceive myself efficacious for studying English when I listen to English and recognize the missing words in the text. 1 5 2.96 1.08  
58 I perceive myself efficacious for studying English when I can answer the exercises in the textbook. 1 5 3.02 1.07  
59 I perceive myself efficacious for studying English when I can answer the questions in the midterm tests. 1 5 3.17 1.04  
60 I perceive myself efficacious for studying English when I see the results of the midterm tests. 1 5 3.22 1.06   
 N = 54. 
  
Table 8
Spearman’s Correlation Coeﬃcients of Self-Eﬃcacy from Activities Correlated with  
Self-Eﬃcacy in December
 
 
Items     51        52        53        54        55        56        57        58        59        60 
rs .434** .375** .397** .553** .549** .498** .397** .384** .537** .485** 
N = 54. *p < .05. **p < .01. df = 52. 
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Figure 4  Changes in self-efficacy of 54 students between April and December.
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Table 9
Proﬁle of the Interviewees in the University Student Group
 
Interviewees Gender Grade, Major & Experiences Self-Efficacy April December 
S1 Female Freshman in business administration major - Didn’t like English in H.S. - Now likes speaking but not grammar 
1.0 2.9 
S2 Male Freshman in economics major - Had difficulties with the alphabet letters in J.H.S. - Now recognizes necessities of using English in  future - Hoping to start over from the basics 
1.0 2.6 
S3 Female Freshman in economics major - Didn’t like her English teachers in J.H.S. - Has bad memory retention and no concentration - Has no interest in foreign countries 
1.0 2.6 
S4 Male Freshman in economics major - Didn’t understand English in the 2nd year of J.H.S. - Passed the Grade 3 Eiken - Thinks strong in speaking and weak in writing 
1.9 3.5 
S5 Male Freshman in business administration major - Stopped going to class in the 1st year of J.H.S. - Was helping his family’s business - Enrolled in university with recommendation from  a correspondence course of H.S. 
1.1 1.0 
S6 Male Freshman in economics major - Didn’t get along with his English teacher in J.H.S. - Didn’t understand English in the 1st year of J.H.S. - Now wants to understand English 
2.0 1.5 
S7 Male Freshman in business administration major - Didn’t study at E.S. and J.H.S. - Spoke to people with an expression from an English  song in the 3rd year of H.S. - Wants to be able to speak English 
1.6 1.8 
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Table 10
Remarks Related to Sources of Self-Eﬃcacy
 
Sources of 
Self-Efficacy 
Students who showed 
major changes 
Students whose self-efficacy 
stayed low 
 
□The class started to be easy, so I tried to listen to the 
teacher to understand , and took part in the activities. 
Then I found that I was able to do it. At first, I was not 
interested in English at all and was reluctant to study. 
Eventually, I thought I would try my best because I had 
enrolled university. Not these days. From around the end 
of the first semester. 
□We have to do the last task, like conversation. To be 
honest, we have no choice but to do it, right? But while 
doing the tasks, I began to feel capable. I felt good 
□When I talk with someone or say what I think, I feel 
capable. 
□I guess success in the final task of the class leads me to 
building up my confidence. 
□Retelling the story seeing the pictures gave me sense of 
accomplishment, so I feel “capable”. 
□The moment English in the textbook is instantly 
connected with what I have in my mind, I realize that I 
remembered the English. 
□When I was able to tell the story while seeing the 
illustrations, I got a sense of accomplishment. I did what I 
had never expected to do. I thought I could do it if I tried. 
□The mark of the test showed what I had expected though I 
was not sure about a few answers. 
■I cannot say what I really want to. It is difficult. I think of 
words, but I cannot say it in sentences. 
■As I told you, I’m not good at subjects in which a lot of 
memorization is required, like social studies. I can’t 
remember historical figures, for examples. So, I had to 
write English words over and over again, but practicing 
many times made me tired of studying. I have no 
concentration by nature. I can’t stand studying English. I 
like math, so I devote myself to studying math. I have very 
strong likes and dislikes. I know how to study, but I soon 
lose motivation for the subjects I don’t like when I feel I 
can’t remember even a little. 
□ So, like, “What?” when you 
returned me the test. I didn’t 
expect that much. It was the 
first time in my whole life that 
I’ve gotten that kind of score in 
English. 
□When I made myself understood 
in English, I feel happy. 
□When I think of the right words. 
■No. This item asks me if I can do 
it. I can’t. 
■You returned the test to me? I 
don’t remember it. I can’t. 
■Honestly, I can’t understand 
what is explained in the other 
English class. I was told to write 
the answer on the board, but I 
wasn’t able to write anything. It 
was embarrassing.  The class 
made me less confident. 
 
□My friend in junior high school told me, “I can do English 
well now, so you could do it, too.” 
□No one close to me has ever overcome difficulties with 
English. I often see successful people on TV. I’m not sure if 
it’s true or not. They make me think I can do it if I try 
hard. 
□I think I know as much English as the other students do 
because we are in the same class. 
■There are few people who has overcome difficulties 
studying English. 
■No one speaks English in my family. 
■I have never seen such people who speak English around 
me. 
■I have to do the same thing as the others can do. It would 
be terrible if I couldn’t catch up with them. 
■I think I can do as well as the others in class. 
■優れているとか、こう下がったりしてるのは、なんか、それ
は、あの、そんなん、俺よりもっと頭のいいやつは他おるん
で、自分だけがすごい訳でもないんで。 
 My self-efficacy lowered (from 4 to 3) because there are 
other students smarter than I. I’m not especially smart. 
■I don’t mind what others do. Each of us studies as an 
individual, after all. 
■I wouldn’t feel capable. I can’t. I 
have a friend who has overcome 
difficulties with English. Now he 
goes to K University. We have 
been good friends since 
elementary school. We were the 
captain and the vice-captain of a 
baseball team. He entered K 
University though he was a little 
rascal. I don’t know why he was 
able to manage it. 
■I can’t think of anybody. 
■I have to communicate in class. 
Some students speak properly, 
how should I say, for example, 
put “was” here. That makes me 
awkward. When I explain about 
“ambulance”, I would say, “red 
and white car,” like that. 
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Discussion
Changing in the Students’ Self-Efficacy
How the students’ self-efficacy has changed is discussed here. From the results of the 
questionnaire survey about feeling poor at studying English, 85.2% of the students feel 
they are poor at studying English when matriculating into university. Their strength of 
self-eﬃcacy toward English learning was low at the time of matriculation. In any of the 
items, more than half of the students chose 1 (not at all true of me) and 2 (not true of 
me). In Items 29, 33, and 34 in particular, there was a remarkably high number of students 
with low self-eﬃcacy (see Table 2). It is, thus, inferred that students felt uneasy toward 
the English classes and tests in university. This was also mentioned in the interviews.
The self-eﬃcacy of the 54 students, however, increased a great deal after 26 lessons 
and the second semester was when student self-efficacy changed greatly. As can be 
seen in Table 3, the eﬀect size between April/July was minor, while the ones between 
July/December and April/December were major. Even in the interviews, S2 states that 
although he was not interested in English at ﬁrst, he became able to understand the class 
content, and he began to feel motivated toward English learning from around the end of 
the ﬁrst semester. Perhaps many of the students have accumulated experiences of failing 
in English learning. Allowing such students to experience many successful experiences in 
class quite likely leads them on a direction where they learn English on their own.
 
 
□I guess praise from teachers means that I have done it 
well. When I memorized the English sentences and 
finished the task earlier than the others, I thought I could 
speak English fluently and felt happy with that. 
□When a teacher gives me a praise, I feel capable. I think 
teachers are best suited to praise students. 
□When I was in high school, a classmate asked me about 
the meaning of a word. I knew it by chance. He said, “Oh, 
you know it!” I was happy with that.） 
■To me, doing something successfully outweighs praise. 
□I’m in a good mood when I 
received praise. 
□Praise have made me motivated 
since I was little. 
■I don’t feel capable even if I get 
praised. I would feel good, 
though. I don’t think I’m good at 
what I do, either. I think I would 
do it better, faster and neater. 
Umm, I always wanted to be 
better. I have never thought I 
was good at something. 
 
□As for the atmosphere of class, there is a class where many 
students don’t want to study and are actually sleeping. In 
such a class, I feel wrong when I’m studying hard. I’m 
listening to the teacher, but I get less motivated than in 
class where other students are working hard. I feel like 
studying together in class.） 
□The class atmosphere is good. Well, I can’t stand a heavy 
silence. We can speak a little more English in a relaxed 
atmosphere than in a strained one. 
□I’ve found it enjoyable to study English both in this class 
and the other though I don’t think I’m good at English or I 
can understand it. So it raises my spirits a little bit higher 
than to study English. 
□(When I successfully 
communicated with my partner,) 
I was happy. 
□At this moment, I feel English is 
so much fun. 
■I can’t do well in English. 
 
□Remark that increase of self-efficacy is inferred from. ■Remark that decrease of self-efficacy is inferred from. 
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The results of the Friedman’s test and the Wilcoxon signed-rank test shows that all 
the items related to self-eﬃcacy were observed to have a signiﬁcant diﬀerence (see Table 
4). The items in which changes were seen early on were “I think I will receive a good 
grade in this class” from Item 31 and “I think I know a great deal about English” from 
Item 34. These results are likely to reﬂect what was asked in the test was congruent to 
what was conducted in class. Therefore, test scores yield a great impact on students’ self-
eﬃcacy. Even in the interviews, S7 spoke about the joy of seeing his score when a test was 
returned to him, saying, “It was the ﬁrst time in my whole life that I’ve gotten that kind of 
score in English.” At the end of the ﬁrst semester, he wrote “classes are tough, but while 
I was taking the test, there were more parts that I understood than there’ve ever been in 
my school life so far.” It is inferred that he retained what he learned through the activities 
in class, and that his test scores were connected with it.
Perhaps the results from the first semester set the students’ attitudes to confront 
English learning in a favorable direction. According to the results of the questionnaire 
survey (see Table 4), a signiﬁcant diﬀerence was observed in Items 29-34 between July/
December, and in Items 29-35 between April/December, and although the eﬀect sizes are 
moderate, they grow larger with the passage of time. Item 31 and Item 34 from April/
December are approaching large eﬀect size.
No significant difference between April and December was observed for Item 36 
(related to learning strategies) with the Wilcoxon signed-rank test. Since unit instruction 
procedures were the same throughout one year, students worked on the activities with 
insight─on the other hand, this also limited learning about learning strategies. In her 
interview, S3 states that although she knows how to study the subjects that she likes, she 
immediately gets unmotivated for the subjects that she dislikes. There is also a possibility 
that she likes some subjects because she learned some learning strategies and gets results, 
while she dislikes other subjects because nothing leads to results. Thus, it is strongly 
believed that learning strategies should be taught in class in the future.
Factors that Affected the Students’ Self-Efficacy
The factors aﬀecting the students’ self-eﬃcacy are going to be explored according to the 
four sources of self-eﬃcacy: enactive mastery experiences, vicarious experiences, verbal 
persuasion, and physiological and aﬀective states. The results of the questionnaire survey 
show that the correlation between self-efficacy and sources of self-efficacy towards 
English learning in December are more than rs= .30, and the eﬀects grow larger than the 
medium (see Table 6). 
Enactive mastery experiences. In particular, there is a large correlation between self-
eﬃcacy and “I perceive myself eﬃcacious for studying English when I can do a good job 
on the tasks in English class” (rs= .508) from Item 43. It is inferred that enactive mastery 
experiences have a great impact on students’ self-eﬃcacy. 
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From the correlations between self-eﬃcacy for English learning and the eﬃcacy which 
is produced by the activities (see Table 8), efficacy from Items 54, 55, and 56 shows a 
strong correlation with self-eﬃcacy. In the interviews, S3 said that she gained a “sense 
of accomplishment” when she was able to do the ﬁnal tasks in class. S2 remarked that 
passing the ﬁnal tasks in class intensiﬁed his conﬁdence. He spoke about how he got a true 
sense that he could do these tasks if he tried, when he was able to do the task of verbally 
summarizing in English, which was the most diﬃcult among the tasks and something that 
he had thought he could not possibly do at all.
As in Bandura & Schunk (1981), setting proximal goals of the two varieties of reading 
aloud tasks where students ﬁll in the blanks, and accomplishing those goals heightened 
self-eﬃcacy. And with regards to verbally summarizing in English, Schunk (1985) says 
that “students who master tasks with little or no aid may be more likely to form ability 
attributions and develop higher self-eﬃcacy,” and setting tasks which gradually give less 
and less support heightened student self-efficacy (p. 213). Also, in the task of verbally 
summarizing in English, students themselves selected the ones that are up to their eﬃcacy 
expectancies. They prepared in order to accomplish this, and it is thought possible that 
successfully pulling this oﬀ contributed to uplifting self-eﬃcacy.
Eﬃcacy from “I perceive myself eﬃcacious for studying English when I can answer 
the questions in the midterm tests” from Item 59 also shows a strong correlation with self-
eﬃcacy. From the interviews, it is learned that students who heightened their self-eﬃcacy 
were judging the right or wrong answers while they were solving the questions on the 
test. The students realized what they had learned through various activities in class and 
that led to their self-eﬃcacy.
Vicarious experiences. The correlation between self-eﬃcacy and “I think I can study 
English when my close people can use English” (rs= .500) from Item 45 is also large. The 
students who responded to the interviews do not have anybody close to them who can 
use English (excluding S5). Instructors cannot control whether students have people close 
to them who can use English or not. Thus, the question here is how self-eﬃcacy can be 
heightened in class for those learners who do not have anybody close to them who can use 
English.
Schunk’s class model (1985) included the element of social comparison. Bandura (1981) 
stated that “In gauging personal eﬃcacy through social comparison, observers may rely on 
similarity to the model either in past performances or in attributes presumably predictive 
of the ability in question (p. 207).” Bandura also says that the model closely resembling 
abilities and attributes (age, gender, education level, socio-economic level, race, ethnicity) 
is important as vicarious information. From his own research up to that point, Schunk 
stated that “comparative information indicating average achievement enhances motivation, 
but does not foster high self-eﬃcacy (p. 218).”
Even in the interviews, S1, S3, and S4 considered what the other students taking the 
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same class are able to do as the minimum standard of what they think they “can do” by 
themselves. S3, on the other hand, remarked that she was happy when her group ﬁnished 
the ﬁnal task faster than the other teams. S4 said that his self-eﬃcacy lowers because 
there are other people who are ‘smarter’ than him, and S7 felt that he “can’t do it” when 
he heard his pair partner spoke in English sentences. As can be seen in these examples, 
we cannot deny the possibility that social comparison not only predicts one’s own 
capabilities from the models that have similarity, but also it causes self-eﬃcacy to ﬂuctuate 
due to comparing one’s own abilities with those of other learners. Pairs and groups are not 
meant to create feelings of superiority or inferiority, rather they aim to make relationships 
of cooperative, mutual help and learning. 
Verbal persuasion. In the interviews it was corroborated that, as Schunk (1985) stated, 
the verbal persuasion of being praised by a trustworthy person like a teacher heightens 
students’ self-eﬃcacy. However, S5 (who is stuck in the lower ranks) answered that he 
does not think “I can do it” even when he is praised, because he has set his goal at a high 
level with which he currently has not been satisﬁed (although this is at his job). 
Eﬃcacy from “I perceive myself eﬃcacious for studying English when I see the results 
of the midterm tests.” from Item 60 shows a strong correlation with self-eﬃcacy. S7 was 
surprised at his score of the ﬁrst midterm test that he had not expected to get at all. The 
results of tests could work as verbal persuasion.
Physiological and affective states. The results of the questionnaire survey showed 
that physiological and affective states influence student self-efficacy. Students were not 
directly aware of physiological and aﬀective states in the interviews. Their self-eﬃcacy, 
however, did heighten when they had feelings such as “I like it” or “It is fun” toward 
class. Additionally, an atmosphere without too much tension or a sense of unity as a class 
toward learning also has an impact on self-eﬃcacy. Therefore, it is assumed that pair and 
group activities could work as physiological and aﬀective states. Schunk (1985) states that 
“the group success may be a highly salient cue to use in assessing self-eﬃcacy (p.219).” 
Although this was only part of one unit in the ﬁrst semester, there is a possibility that 
being able to contribute to group tasks improved students’ self-efficacy. As S2 stated, 
students are placed in a situation where they “have no choice but to do it.” Perhaps they 
may have quit if they were by themselves, but they put forth an eﬀort for the other group 
members and these students were able to accomplish the tasks by receiving help from 
those other members.
It seems, on the other hand, the Guess What activity is not directly connected to 
improving self-eﬃcacy. S5 stated in the interview, however, that he was happy when he 
successfully communicated, which backs up the author’s impressions of him gained from 
the class observation. In the meaning-focused activities, the students seemed to produce 
no negative impact even if they committed mistakes. In other words, students relaxed and 
worked harder toward the pair and group activities, followed by the Guess What activity. 
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Thus, pair or group activity not only produced enactive mastery experiences, as well as 
trust relationships and a sense of comfort for the students. It is, therefore, most likely that 
these activities led to uplifting self-eﬃcacy due to physiological and aﬀective states.
Conclusion
Students have various experiences in junior high and high schools, and matriculate into 
university with various levels of English proficiency. Although many students had the 
feeling that they were poor at studying English and their self-eﬃcacy was low, their self-
eﬃcacy has heightened through instruction that took small steps toward the goal.
Correlations were seen between self-efficacy and sources of self-efficacy: enactive 
mastery experiences, vicarious experiences, verbal persuasion, and physiological and 
aﬀective states in Bandura (1997). From both the questionnaire survey and interviews, it 
seems that accomplishing the goals set for the end of the lesson and earning good grades 
on tests contributed to uplifting student’s self-eﬃcacy as enactive mastery experiences. 
This supports “Enactive mastery experiences are the most inﬂuential source of eﬃcacy 
information (Bandura, 1997, p. 80)” Regarding vicarious experiences, the presence or 
absence of close people who can use English shows a correlation which is stronger than 
knowing of people who overcame feelings of being poor at English. Regarding verbal 
persuasion, although we learned from the interviews that students feel “I can learn 
English” when praised by a teacher, the correlation with self-eﬃcacy is of only moderate 
strength. The strength of the correlation with physiological and affective states is also 
moderate, but in the interviews it seems like students’ statements that “I like this class” or 
“this class is fun” are connected to uplifting self-eﬃcacy, because “positive mood enhances 
perceived self-eﬃcacy; despondent mood diminishes it (Bandura,1995, p. 4).”
With regards to class practices which refer to the class model presented by Schunk 
(1985), setting short-term goals while also providing opportunities to select them, and 
allowing students to have many successful experiences in achieving those goals heightened 
self-efficacy. When confirming whether goals were achieved, the teacher was able to 
provide students with a great deal of feedback. For students who have a feeling that they 
are poor at English, it seems that working toward English learning in pairs or groups (and 
being able to accomplish goals) led to raising self-eﬃcacy for all those students.
Regarding the design of classes structured from the perspectives of second language 
acquisition, and from the interviews with students, it was inferred that setting fill-in-
the-blanks reading aloud tasks at the end of every class, as well as setting “verbally 
summarize one unit in English” tasks and linking these with the tests per every three 
units also produced results in terms of cognition to a certain extent. Also, conducting 
activities at the beginning of class which prioritize communication over accuracy was 
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found to be connected with building relationships of trust among students as well as their 
attitudes to work towards English learning without fearing mistakes, and followed by 
these activities, students ended up willingly participating in the rest of activities.
Zimmerman (1995) says: “Because perceived self-efficacy fosters engagement in 
learning activities that promote the development of educational competencies, such beliefs 
aﬀect level of achievement as well as motivation (p. 208).” Therefore, further growth in 
English proﬁciency in the students should be strived after, so that students can heighten 
self-eﬃcacy.
After the third questionnaire and the interviews, 87% of the students including S5 
verbally summarized one unit alone. In the interviews, students who heightened their self-
eﬃcacy were trying to take on the challenges of their weak points in the second year. 
Also, they are determined to continue their English learning through their own ways in 
the future. 
Lastly, the limitation in this study should be mentioned. First, this study targeted only 
54 non-English major students at a private four-year university. Although 91 students 
originally registered in this study, 37 students had to be excluded because they didn’t 
participate in all three questionnaires. Second, the ratio of males to females was also not 
well-balanced.
Although it was confirmed that classes structured from the perspectives of the 
cognitive processes for second language acquisition improved students’ self-efficacy, it 
has not been conﬁrmed that this will lead to an improvement in English proﬁciency. In 
activities where an input of reading or listening is turned into an output of retelling, it is 
expected that to a certain extent students will create English “anchors” as Gass (2013) 
calls them, however, in the future it would be preferable if these can verify future English 
proﬁciency. Therefore, changing in feelings of being poor at learning English should be 
further examined in my next study.
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Appendix C: Handouts for Reading Aloud
Handout for Reading Aloud (1)                       Handout for Reading Aloud (2)
     
Handout for Listening
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